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Introduction: Psychological wellbeing is an essential indicator of early care and
education (ECE) teachers’ positive practices across countries. Moreover, previous
studies suggest that teachers’ wellbeing and practice may be indirectly associated
via emotion regulation. However, teachers in various contexts demonstrate
different patterns of psychological wellbeing, emotion regulation, and emotional
responsiveness, and the ways these factors associate with each other also vary.

Methods: The current study investigates whether the indirect associations
between ECE teachers’ psychological wellbeing (i.e., emotional exhaustion,
job-related competence, and personal stress) and their responsiveness toward
children’s emotions via emotion regulation (i.e., reappraisal and suppression)
appear differently in two national contexts, the United States (US) and South
Korea (SK). Multi-group path analysis was conducted to compare the mediation
models between US teachers (n = 1,129) and SK teachers (n = 322).

Results: We found significant indirect associations among wellbeing, emotion
regulation, and responsiveness in both countries. However, significant
associations were more prominent among SK teachers, and the patterns of
indirect associations had substantial cross-country differences. Furthermore, the
roles of reappraisal and suppression emotion regulation found to be different
among ECE teachers in SK and US.

Discussion: The cross-country variations in the associations among wellbeing,
emotion regulation, and responsiveness suggest that differential policy efforts
and intervention strategies are needed for ECE teachers in the US and SK.

early care and education (ECE), teacher wellbeing, emotion regulation, cross-country
comparison, teacher responsiveness

Introduction

Teachers’ wellbeing plays a critical role in creating a classroom environment that promotes
positive developmental and learning outcomes among children (Jennings and Greenberg, 2009).
The previous literature suggests that multiple features are involved in teachers’ wellbeing in early
care and education (ECE) settings, such as burnout, stress, work environments, and health
(Cumming and Wong, 2019; Wong et al., 2022). Among these features, this study particularly
focuses on the ECE teachers psychological wellbeing in their work and personal lives,
represented by their emotional exhaustion, job-related competence, and personal stress.

Previous studies conducted in various countries have demonstrated that ECE teachers with
high levels of psychological wellbeing tend to create higher-quality classrooms and build more
positive relationships with children (e.g., Bac and Moon, 2016; Cassidy et al, 2017;
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Ansari et al,, 2022). Nevertheless, teachers in different national
contexts display different levels of psychological wellbeing, and the
way that psychological wellbeing associates with teachers’ practice also
vary by country (e.g., Aboagye et al.,, 2018; Hong and Zhang, 2019;
OECD, 2020). Theoretically, these cross-country variations attribute
to differential social and cultural contexts, such as varied norms,
values, behavioral patterns, and policy environment between countries
(Jennings and Greenberg, 2009; Gallagher and Roberts, 2022).
However, less is known about empirically how and why teachers’
psychological wellbeing and practice are differently associated in ECE
settings in different countries.

The purpose of this study is to investigate the cross-country
differences in the role of emotion regulation in the association between
ECE teachers’ psychological wellbeing and emotional responsiveness in
the United States (US) and South Korea (SK). The present study builds
upon the authors previous study which examined the similarities and
differences in the levels of ECE teachers’ psychological wellbeing and
responsiveness toward children, and the association between wellbeing
and responsiveness in the US and SK (Byun et al., 2022). In this previous
study, the authors considered both emotion regulation (internal
psychological resources), and emotional exhaustion, job-related
competence, and personal stress (indicators of subjective wellbeing), as
components of psychological wellbeing. The study found that US
teachers, who had more preferrable patterns of emotion regulation (i.e.,
more reappraisal and less suppression), demonstrated almost no
significant associations between emotional exhaustion, job-related
competence, and personal stress and responsiveness after accounting
for emotion regulation in the model. This is inconsistent with other
studies which have found significant associations between educators’
wellbeing and responsiveness (e.g., Jennings, 2015; Jeon et al., 2018).
Meanwhile, SK teachers’ emotional exhaustion, job-related competence,
and personal stress were significantly associated with responsiveness
even after accounting for emotion regulation.

These findings imply that emotion regulation may play a mediating
role in the association between teachers emotional exhaustion,
job-related competence and personal stress and responsiveness. For
example, when teachers feel competent in their job and less exhausted
or stressed, they may use less positive and more negative emotion
regulation strategies, which in turn, would be associated with more
desirable responsiveness to children’s emotional expressions. However,
teachers may adopt different emotion regulation strategies depending
on their contexts, and each emotion regulation strategy may play
different roles in different contexts (Matsumoto et al., 2008; Gross,
2014). And such cross-country variations may explain the differences
in associations between emotional exhaustion, emotional competence,
and personal stress and responsiveness in the US and SK.

Based on this conceptualization, the current study aims to parse
the role of emotion regulation and subjective aspects of psychological
wellbeing and empirically test the potential indirect associations
among these factors. Therefore, in this study, we operationalize
psychological wellbeing as the subjective aspects of wellbeing. On the
other hand, we examine emotion regulation as a separate feature
beyond psychological wellbeing that operates as individuals’ internal
psychological resources. Understanding the mechanism of the
contextual variations between wellbeing and practice is essential for
culturally relevant adaptation of wellbeing interventions and policies
in different settings. For example, teachers’ wellbeing and practice may
be associated via increased reappraisal in one context and decreased
suppression in another context. In this case, teachers in each context
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may need support on different aspects of emotion regulation to
facilitate positive practice. By examining the role of emotion regulation
in two different national contexts, the current study expects to better
understand the potential mechanisms of cross-country variations in
ECE teachers’ wellbeing and its associations with their practice.

In fact, the US and SK have very different cultural backgrounds.
Historically, Korea was governed by Confucianism for several hundred
years. Due to this background, Korean society is characterized as
highly collectivistic, and it values the restraint of gratification and
perseverance for the future (often conceptualized as “long-term
orientation”) (Hofstede et al., 2010). On the other hand, the US has
been influenced by individualistic ideologies, indulgence of
gratification, and focus and respect for the past and the present (often
(Hofstede et al., 2010).
People in individualistic and collectivistic contexts are likely to show

conceptualized as “short-term orientation”

significant differences in norms, values, and behaviors (Triandis,
1995). Therefore, simultaneously studying ECE settings in the US and
SK will provide insights into potentially different strategies to improve
teachers’ wellbeing and practice in different national contexts.

Relevance of teachers’ emotional
responsiveness

In ECE classroom settings, teachers are the first responders to
children’s emotional expressions. The literature suggests that teachers
respond to children’s emotional expressions either positively or
negatively (Jeon et al., 2016; Denham et al., 2017), and this shapes how
children’s emotions are socialized (Denham et al., 2012, 2022). With
positive responsiveness, teachers help children resolve root problems
or sources of negative emotions (positively-focused reactions), or
acknowledge their negative emotions and encourage them to express
the emotions (expressive encouragement) (Fabes et al., 1990). Teachers’
positive emotional responsiveness is associated with children’s greater
levels of academic and emotional functioning across many national
contexts (Bhang and Chung, 2015; Broekhuizen et al., 2017). On the
contrary, with negative responsiveness, teachers devalue the
seriousness of children’s emotional distress or punish them for
negative emotional expressions (negative reactions) (Fabes et al.,
1990). When teachers use negative responsiveness, their children are
likely to experience challenges in social and emotional development
(Denham and Bassett, 2019).

Interestingly, the literature shows that the patterns of teachers’
responsiveness to children’s emotions may vary by country. For
example, the limited number of US-SK comparison studies have found
that US teachers were more accustomed to use positive statements and
praise, developmentally appropriate practices, instructional strategies
focused on children’s social competence, and relationship-building
(McMullen et al., 2005; Clarke-Stewart et al., 2006; Steed et al., 2014;
Kim and Han, 2021). Meanwhile, SK teachers tended to use more
negative, directive, and teacher-centered instructional strategies with
greater focus on skills and drills (Clarke-Stewart et al., 2006; Kim and
Stormont, 2012). In Byun et al. (2022), US teachers used positive
responsiveness and social guidance (both positive and negative) more
frequently than SK teachers, while SK teachers used more negative
reactions than US teachers. Cross-cultural differences in teacher
practices are common in other cultural contexts as well, such as
between the US and Vietnam (Pochtar and Vecchio, 2014), or between
the US and China (Mahalingappa et al., 2022).
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Psychological wellbeing and teacher practice

The current study includes emotional exhaustion (helpless,
hopeless, and negative feelings about work) (Pines and Aronson, 1988;
Maslach et al., 1997), job-related competence (a feeling of mastery and
satisfaction about work), and perceived personal stress as indicators
of ECE teachers’ psychological wellbeing. Each of these indicators is
found to be associated with teachers’ practice in many national
contexts. Specifically, when teachers experience increased emotional
exhaustion, the quality of their interactions with children tends to
be compromised (Kim and Choi, 2018; Ansari et al, 2022).
Furthermore, teachers’ increased job-related competence is likely to
promote positive teacher practice in the classroom (Cassidy et al.,
2017; Kim et al., 2019). Also, ECE teachers with lower levels of stress
tend to demonstrate more positive interactions with children
(Denham et al., 2017; Seo and Yuh, 2022).

While teachers’ emotional exhaustion, job-related competence,
and stress are essential indicators of positive teacher practice across
diverse national contexts, the cross-country variation in psychological
wellbeing is also a common phenomenon. For instance, a study
comparing ECE teachers in Ghana, Pakistan, and China found that
teachers in each country encounter differential patterns of
psychological challenges (Aboagye et al., 2018). Similarly, in a cross-
cultural comparison study between Chinese and Norwegian ECE
teachers, Chinese teachers reported more severe challenges related to
their work, which in turn, was associated with greater emotional
pressure than Norwegian teachers (Hong and Zhang, 2019).

In the previous study by Byun et al. (2022), SK teachers reported
lower levels of psychological wellbeing than US teachers, such as
significantly lower job competence and greater personal stress. Moreover,
psychological wellbeing was more strongly associated with teachers’
responsiveness among SK teachers than US teachers. Notably, US
teachers in Byun et al. (2022) demonstrated no significant association
between personal stress and responsiveness, unlike other studies that
reported significant associations between stress and teacher practice
(Whitaker et al.,, 2015; Denham et al., 2017; Jeon et al., 2018). The key
difference was that Byun et al. (2022) accounted for emotion regulation
by including it as one of the indicators of teachers’ psychological
wellbeing, whereas other studies did not include emotion regulation in
the model. This finding indicates that emotion regulation might serve as
a distinctive mediator in the association between teachers’ psychological
wellbeing and responsiveness. Still, even after accounting for emotion
regulation, the association between personal stress and responsiveness
was significant among SK teachers. This cross-country difference may
be partially explained by differential levels of psychological wellbeing,
emotion regulation, and responsiveness among teachers in the two
countries. However, it may also be the case that emotion regulation plays
distinct roles in teachers in two countries, differing the associations
between wellbeing and responsiveness in each context. Inspired by this
previous study, the current study is designed to understand why and how
psychological wellbeing is differently associated with teachers
responsiveness across different national contexts.

Role of emotion regulation

Emotion regulation is defined as “the processes by which
individuals influence which emotions they have, when they have
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them, and how they experience or express these emotions” (Gross,
1998, p. 275). Emotion regulation allows people to modify the process
of emotion generation, the trajectory of emotions, and experiences of
emotions such as timing, duration, and magnitude (Gross, 2014).
McRae and Gross (2020) suggests that there are five ways of
administering emotion regulation. People can (a) select situations that
will provide desired emotion experiences, (b) modify the situation to
make it provide desired emotion experiences, (c) manage deployment
of their attention to control emotion experiences, (d) cognitively
change the way that they appraise the situation to control emotion
experiences, and (e) modulate the way of reacting to emotions so that
they can ultimately influence emotion experiences.

Among these five strategies, reappraisal emotion regulation, as an
example of cognitive change, and suppression emotion regulation, as
an example of response modulation, are the most well-studied
emotion regulation strategies (Gross, 2014). Reappraisal emotion
regulation changes one’s cognitive evaluation or understanding of the
cause of emotions, whereas suppression emotion regulation is direct
restraint of ones reaction to emotions (Gross, 2002). In general,
reappraisal emotion regulation is considered to bring more preferrable
social, emotional, and cognitive outcomes than suppression emotion
regulation, although the consequences of each emotion regulation
strategy can be highly context-dependent (McRae and Gross, 2020).

In the education setting, teachers use various emotion regulation
strategies when they interact with children. Particularly, in the face of
children’s challenging behaviors, teachers most frequently used direct
modulation of emotions, such as suppression emotion regulation,
along with attention deployment and reappraisal (Chang and Taxer,
2021). Previous studies indicate that, across various countries, there
are significant associations between emotion regulation and teachers’
practices in ECE settings as well (Jeon et al., 2016; Karabay, 2019;
Jeong and Lew, 2021). In the US, teachers’ use of reappraisal emotion
regulation was related to their healthy reactions to children, while
using suppression emotion regulation was associated with undesirable
ways of responses (Jeon et al., 2016). A Turkish study also identified a
significant association between teachers’ reappraisal emotion
regulation and high-quality teacher-child relationships (Karabay,
2019). In SK, consistent with studies from other countries, ECE
teachers’ emotion regulation was associated with higher self-esteem
and positive teacher-child interactions (Jeong and Lew, 2021).

In addition, emotion regulation may mediate the association
between teachers’ psychological wellbeing and practice in ECE
settings. A study on Italian middle and high school teachers
demonstrated that, when teachers’ needs were satisfied, they were
likely to use increased reappraisal emotion regulation, which in turn,
was associated with autonomy-supportive and motivating teaching
styles (Moe¢ and Katz, 2021). Although there is no previous study
examining the mediating role of emotion regulation among ECE
teachers, we expect to find similar trends in ECE settings, too.

Sheppes (2014) suggests that healthy individuals are likely to
account for costs and benefits when they choose different emotion
regulation strategies. Theoretically, suppression emotion regulation,
which restrains the emotional expression while emotions are being
experienced, consumes more cognitive resources than reappraisal
emotion regulation, which changes perspectives or mindsets to
eliminate undesirable emotions (Gross, 2002). Therefore, it is
reasonable to assume that people in a healthier psychological state (i.e.,
higher level of psychological wellbeing) will use more reappraisal
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emotion regulation than suppression emotion regulation. On the
contrary, when individuals are under psychological challenges (i.e.,
lower levels of psychological wellbeing), they may have reduced
cognitive capacity which can result in less logical decision-making
(e.g., Cibrian-Llanderal et al., 2018), such as using emotion regulation
strategies consuming more cognitive resources. As a result, teachers
with higher levels of psychological wellbeing may use healthier
emotion regulation strategies, which in turn, may be associated with
more desirable responsiveness toward children’s emotions. Chang and
Taxer (2021) study on US middle school teachers provides empirical
evidence. In this study, the authors found that teachers tend to use high
levels of reappraisal and low levels of suppression when they perceive
the low levels of anger, emotional exhaustion, and feelings of challenge,
and a high level of enjoyment in teaching (Chang and Taxer, 2021).

However, individuals potentially demonstrate different emotion
regulation strategies depending on their social contexts and
situational norms (Matsumoto et al., 2008; McRae et al., 2011; Ma
et al., 2018). Mesquita et al. (2014) suggest that every aspect of
emotion regulation can be influenced by the cultural contexts
surrounding individuals. According to the authors, what is
considered as right emotions, and the way people interpret situations
and express emotions, are highly dependent on cultural
backgrounds. Thus, individuals are accustomed to regulate their
emotions to match what is expected in their cultural context
(Mesquita et al., 2014). People in countries putting high emphasis
on the traditional social order, illustrated by collectivism and the
restraint of gratification (e.g., SK; Hofstede et al., 2010), tend to
perceive emotions as interpersonal and relational features
(Hochschild, 1995; Gross, 2007). On the contrary, people in
countries with the opposite characteristics, such as individualism
and indulgence of gratification (e.g., the US) are likely to consider
emotions as individual features (De Leersnyder et al,, 2013). Given
that ECE teachers’ practice is interpersonal and relational by its
nature, the discrepancy in the conceptualization of emotion
between the US and SK can influence the way teachers regulate
emotions in each context, and how it relates to the association
between ECE teachers’ psychological wellbeing and their
responsiveness toward children’s emotions.

The present study

Although previous studies have demonstrated significant
associations between various wellbeing indicators and teacher
practice, to our knowledge, no studies have examined their indirect
associations via emotion regulation. In addition, no studies have
examined how these indirect associations may vary by national
contexts. The current study attempts to fill this knowledge gap by
investigating cross-country variations between SK and the US in the
associations among psychological wellbeing, emotion regulation, and
emotional responsiveness.

Specifically, we aim to answer the following research questions: (1)
Is teachers’ psychological wellbeing indirectly associated with more
positive and less negative responsiveness toward children via
emotional regulation in SK and the US? In other words, is teachers’
psychological wellbeing associated with their emotion regulation,
which in turn, associated with their responsiveness toward children?;
and (2) Are there any cross-country variations between SK and the US
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in these indirect associations? We hypothesize that teachers’
psychological wellbeing (i.e., higher levels of job-related competence,
and lower levels of emotional exhaustion and stress) would
be significantly associated with their use of healthier emotion
regulation strategies (i.e., higher levels of reappraisal and lower levels
of suppression), which then would be associated with more positive
and less negative responsiveness toward children. We also hypothesize
that there would be substantial cross-country variations in the
strengths and patterns of the indirect associations.

Methods
Participants

A total of 1,451 teachers from private and public ECE centers
participated in the study, composed of 1,129 US teachers and 322 SK
teachers. Demographic and professional characteristics of the
participants are presented in Table 1. Most of the participants were
female. Sixty-seven percent of US teachers and 72% of SK teachers held
abachelor’s degree or higher. The participants’ mean age was 44.52 years
old (§D=12.32) in the US, and 32.89years old (SD=8.48) in SK. The
average years of experience in the ECE field was about twice as high for
US teachers (M=15.56years, SD=9.62) than for SK teachers
(M=7.67years, SD=6.38). Among the US sample, 85% were White,
non-Hispanic, 8% were Black, non-Hispanic, 2% were Hispanic, and
5% were other races. We did not collect race/ethnicity data in SK
because SK is considered to be an ethnically homogeneous country.

Missing data ranged from 0 to 6%. Specifically, in the US sample,
there were 0-6.2% of missing data for teacher responsiveness, 0-1.77%
for psychological wellbeing, 1.15-1.33% for emotion regulation, and
0.8-5.9% for covariates. For the SK sample, there were 0-5.9% of missing
data for teacher responsiveness, 0-0.93% for psychological wellbeing,
0.31-0.62% for emotion regulation, and 0-3.73% for covariates.

Procedures

The study was approved by the Johns Hopkins University’s
Institutional Review Board (IRB). For both US and SK samples,
respondents were informed that, by completing the survey, they were
considered to provide consent to participate in the survey. The US
teacher data were collected in 2014. The research team randomly
selected 7,500 center-based ECE facilities in 50 states using the
proportional stratified random sampling based on program type
(private vs. public) and geographic regions. A survey packet was
mailed to the director of each program. In each packet, the
researchers included a $1 bill as an incentive, and sealed packets with
the teacher survey inside so that teachers could individually mail the
survey back to the research team. A reminder post card was sent out
3 weeks after the initial survey distribution. Among 7,500 contacted
programs, 455 programs either had an undeliverable addresses or no
qualified teachers to participate. The final sample of 1,129 teachers
(16% response rate) was not statistically different from the original
proportion of program types and geographic regions that were used
for stratified random sampling.

The SK teacher data were collected in 2019. Snowball sampling
was used to recruit public and private ECE programs in Seoul,
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Gyeonggi-do, and Gangwon-do regions. Although the research team
is based in the US, two members of the research team visited SK for
the effective recruitment and data collection. We included the same
measures that were used in the US survey for assessing our key
variables in the SK teacher survey. However, some of the items on
demographic and professional background had to be modified based
on SK ECE context, based on the feedback from an ECE expert in
SK. When measures had official Korean versions, or had been
translated in the previous research, we used those versions; otherwise,
measures were translated by an undergraduate research assistant,
reviewed by research team members who are fluent in Korean, and
an ECE scholar in SK, and finally certified by a third person whose
first language is Korean. The research team mailed the survey to each
participating ECE program, with sealed envelopes for teachers to
return them anonymously. Each program collected completed
teacher surveys and sent them back to the research team. Among 375
initially distributed surveys, 322 surveys were returned with valid
data for the data analysis (86% response rate).

Measures
Emotional responsiveness

Positively-focused reactions, expressive encouragement, and
negative reactions subscales were adapted from the shortened version

TABLE 1 Descriptive statistics for study variables by country.

Variable name

10.3389/fpsyg.2023.1152557

of the Coping with Children’s Negative Emotions Scale (CCNES;
Fabes et al., 1990). These three subscales, originally developed for
parents, were validated in a previous study with ECE teachers
(Buettner et al., 2016). CCNES presents seven scenarios in which
children experience negative emotions or challenging social
interactions, and ask teachers to rate their likelihood to respond to
each scenario in each of multiple different ways using a 7-point Likert
scale (1= Very Unlikely, 7= Very Likely). In this study, Cronbach’s
alphas were 0.78 for positively-focused reactions, 0.75 for expressive
encouragement, and 0.80 for negative reactions.

Psychological wellbeing

Emotional exhaustion

Two items were adapted from Buettner et al. (2016) to assess
teachers’ emotional exhaustion associated with their job and children’s
behaviors using a 7-point Likert scale (1 = Strongly disagree, 7 = Strongly
agree). The 2 items were averaged to produce a composite score for
emotional exhaustion.

Job-related competence

To measure job-related competence, teachers were asked whether
they “feel competent in their job,” using a 7-point Likert scale
(1 =Strongly disagree, 7 = Strongly agree). The raw score was used as a
variable representing teachers’ job-related competence.

M (SD)/% M (SD)/%
Responsiveness
Positively-focused reactions 1,129 5.77 (0.88) 322 5.48 (0.91) 5.09%*
Expressive encouragement 1,096 5.31(1.15) 315 5.01 (1.00) 4.22% %%
Negative reactions 1,059 1.36 (0.63) 305 2.76 (1.04) —28.84%:%*
Emotion regulation
Reappraisal emotion regulation 1,116 5.46 (0.97) 321 5.04 (1.00) 6.64% %
Suppression emotion regulation® 1,114 3.24(1.17) 320 3.64 (1.25) —5.27%%%
Psychological wellbeing
Emotional exhaustion 1,119 3.53 (1.68) 322 3.67 (1.23) —1.41
“I am emotionally exhausted by my work” 1,118 3.44 (1.83) 321 4.17 (1.78) —6.297%:%:%
“Dealing with children’s behaviors drains my energy” 1,117 3.62 (1.75) 317 3.17 (1.20) 4,29%%*
Job-related competence 1,109 6.29 (1.04) 321 4.86 (1.28) 20.61 %%
Personal stress 1,129 11.97 (5.66) 319 18.13 (4.68) —17.827%%*
Covariates
Job satisfaction 1,120 6.23 (1.09) 322 5.00 (1.33) 16.99%**
Disciplinary self-efficacy 1,120 4.26 (0.62) 321 3.78 (0.68) 11.99%:%
Years in ECE field 1,114 15.56 (9.62) 310 7.67 (6.38) 13.63%%*
BA degree or higher 1,109 67% 322 72% —1.80
Perceived health condition 1,112 4.01 (0.78) 322 2.74 (0.96) 24 4%
Age 1,062 44.52 (12.32) 312 32.89 (8.48) 15.627%%*
Female 1,110 97% 320 97% 0.60

Adapted from Byun et al. (2022).
“Higher scores refer to lower suppression emotion regulation. **#p <0.001.
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Personal stress

The Perceived Stress Scale (PSS) (Cohen et al.,, 1983; Park and Seo,
2010) was used to assess teachers perceived stress. The scale is
composed of 10 items asking about levels of perceived stress during
the past month. Teachers were asked to respond on a 5-point Likert
scale (1=Never, 5= Very Often) for each item, and the summed score
was used as a composite score of teachers’ perceived stress (Cronbach’s
alpha=0.82).

Emotion regulation

Reappraisal and suppression emotion regulation were measured
by the Emotion Regulation Questionnaire (ERQ) (Gross, 1998). ERQ
is a 10-item questionnaire composed of 2 subscales measuring
cognitive reappraisal and expressive suppression. Each item used a
7-point scale (1 = Strongly disagree, 7 = Strongly agree), and the average
scores were used as composites scores. Cronbach’s alphas were 0.78 for
reappraisal and 0.77 for suppression.

Covariates

Seven covariates were included in the model. Teachers’ job
satisfaction was measured by 2 items asking about how teachers are
satisfied with being an early childhood teacher, and with on€’s current
position (Buettner et al., 2016). Teachers’ disciplinary self-efficacy was
assessed by the Teacher Self-Efficacy Scale (Bandura, 1997)
(Cronbachs alpha=0.81). Teachers' years of ECE experience,
educational attainment (1 =a bachelor’s degree or higher, 0=less than a
bachelor’s degree), age in years, and sex (1= female, 0 =male) were also
examined. Teachers overall perceived health condition was assessed
by an item from the Respondent-Assessed Health Status Scale (Adams
etal, 2012), using a 5-point Likert scale (1=excellent, 5=poor).

Analytic strategy

Descriptive statistics and pairwise correlations were used to explore
the characteristics of study variables in each country. A multi-group
path analysis was conducted using Stata 17.0 to simultaneously test the
direct and indirect associations between psychological wellbeing and
responsiveness via two emotion regulation subscales, and to examine
the differences in the models between US and SK samples. Although
direct associations among key study variables were reported in Byun
etal. (2022), we explored findings on direct associations in the current
study as well, to provide a comprehensive picture.

To simulate the distribution of indirect associations, 5,000
bootstrapped samples were used (Kline, 2016). The significance of the
indirect associations were estimated using a Sobel test (Sobel, 1982).
Multiple model fit indices were used to examine the overall model fit:
chi-square test () (expected to be nonsignificant, p>0.05), a root
mean square error of approximation (RMSEA) (expected to be less
than 0.05), the Tucker-Lewis index (TLI) (expected to be greater than
0.95), and a comparative fit index (CFI) (expected to be greater than
0.95) (Browne and Cudeck, 1993; Hu and Bentler, 1999). Among US
teachers, having missing values was associated with having higher
levels of positively focused reactions, lower levels of stress, more years
of ECE experiences, less than a bachelor’s degree, and older ages. In
Korea, having missing values was associated with higher levels of
expressive encouragement. We assumed missing at random, which
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means that missingness can be explained by the observed variables
within the study, and the Full Information Maximum Likelihood
(FIML) estimation was used to handle missing data, preserving
relationships among all available data (Arbuckle, 1996).

To compare the statistical differences in the indirect associations
between US and SK samples, the structural invariance of the
hypothesized associations between US and SK teachers were tested
using a multi-group analysis, with country as the grouping variable
(Kline, 2016). For the between-group comparison for each parameter,
the delta method was used (StataCorp, 2021). If the test statistics are
not significant, this indicates that the parameter is invariant between
groups, otherwise, the parameters are significantly different between
groups (Kline, 2016).

Results

Descriptive statistics and bivariate
correlations

Descriptive statistics among key study variables are presented in
Table 1. Overall, US teachers had higher levels of psychological
wellbeing, healthier emotion regulation strategies (more reappraisal
and less suppression), and more desirable patterns of emotional
responsiveness (more positive responsiveness and less negative
responsiveness) than SK teachers. Teachers from both countries
demonstrated significant correlations among study variables. The full
correlation matrix for each country can be found in Table 2.

Multigroup path analysis

The model allowing all parameters to be freely estimated indicated
a good fit, 2(22)=19.31, p=0.63, RMSEA=0.000 [0.000, 0.027],
TLI=1.015, CFI=1.000. For US teachers, the model explained 7.3% of
the variance in positively-focused reactions, 6.4% of the variance in
expressive encouragement, 5.6% of the variance in negative reactions,
7.3% of the variance in reappraisal emotion regulation, and 4.4% of the
variance in suppression emotion regulation. For SK teachers, the model
explained 31.9% of the variance in positively-focused reactions, 19.9%
of the variance in expressive encouragement, 24.2% of the variance in
negative reactions, 27.5% of the variance in reappraisal emotion
regulation, and 15.5% of the variance in suppression emotion
regulation. The path analysis coefficients for full models can be found
in Table 3. Total, direct, and indirect associations are presented in
Table 4 and Figure 1.

First, teachers’ emotional exhaustion, job-related competence, and
personal stress were more strongly associated with responsiveness in
SK. While none of the direct associations between psychological
wellbeing and responsiveness were significant among US teachers, SK
teachers displayed substantial associations between wellbeing and
responsiveness. The findings indicated significant cross-country
differences between the US and SK.

Psychological wellbeing was closely associated with two
emotion regulation subscales among teachers in the US and
SK. Specifically, US teachers with higher levels of job-related
competence tended to use more reappraisal emotion regulation and
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TABLE 2 Correlations among study variables by country.

10.3389/fpsyg.2023.1152557

1. Positively-focused reactions - 0.55%#% —0.02 0.33%%* —0.00 0.03 0.13* —0.20%**
2. Expressive encouragement 0.37%%% - —0.06 0.32%:% —0.06 —0.04 0.16%* —0.23%%*
3. Negative reactions —0.18%%* —0.16%%% - —0.17%% 0.28%#5* 0.29%%* —0.19%%% 0.31%%*
4. Reappraisal emotion regulation 0.20%%* 0.217%%#% 0.00 - 0.14% —0.08 0.33%%#% —0.30%%*
5. Suppression emotion regulation® 0.04 —-0.07* 0.18%%* 0.09%* - 0.23%%* —-0.06 0.21%%**
6. Emotional exhaustion —0.04 0.02 0.03 —0.08%* 0.09%* - —0.20%*%* 0.46%%%*
7. Job-related competence 0.09%:* 0.08%: —0.07* 0.15%:%* —0.13%:%* —0.08%* - —(.32%%:%*
8. Personal stress —0.07* —-0.03 0.08* —0.16%#%* 0.10%* 0.38%%* —0.25%%%* -
Adapted from Byun et al. (2022). Correlations for the US sample are presented below the diagonal and correlations for the SK sample are presented above the diagonal.

“Higher scores refer to lower suppression emotion regulation. *p <0.05, **p <0.01, *#¥p <0.001.

less suppression emotion regulation. For SK teachers, emotional
exhaustion was associated with greater suppression of emotions.
Job-related competence was associated with more use of reappraisal
emotion regulation. Personal stress was significantly associated with
less use of reappraisal emotion regulation and more use of
suppression emotion regulation. Among these, only the association
between personal stress and suppression emotion regulation was
significantly varied by country.

The
responsiveness were also significant across both countries.

associations between emotion regulation and
Reappraisal and suppression were significantly associated with
teachers’ emotional responsiveness in the two countries. The
association between reappraisal and responsiveness appeared to
vary by country. However, there was no significant cross-country
variation for associations between suppression emotion regulation
and emotional responsiveness.

Next, indirect associations between psychological wellbeing and
responsiveness via emotion regulation were examined (Table 4). For
US teachers, the indirect associations between job-related
competence and responsiveness (i.e., expressive encouragement and
negative reactions) appeared to be significant through suppression
emotion regulation. When US teachers were competent to their job,
they tended to use less suppression emotion regulation, which in
turn, was associated with more frequent use of expressive
encouragement and fewer use of negative reactions. Meanwhile, SK
teachers demonstrated significant indirect associations between all
three indicators of psychological wellbeing and responsiveness via
either reappraisal or suppression emotion regulation. When SK
teachers were emotionally exhausted, they were likely to use more
suppression emotion regulation, and ultimately, to use more negative
reactions to children. SK teachers’ job-related competence was related
to a higher level of reappraisal emotion regulation, which in turn, was
associated with more use of expressive encouragement. Furthermore,
SK teachers with higher levels of personal stress displayed a lower
level of reappraisal emotion regulation, which was then associated
with less positively-focused reactions or expressive encouragement.
Highly stressed SK teachers also demonstrated more use of
suppression emotion regulation, which in turn, was associated with
more use of negative reactions. Among these findings, the indirect
association between personal stress and positively-focused reactions
via reappraisal emotion regulation, and the indirect association
between personal stress and negative reactions via suppression
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emotion regulation were significantly stronger for SK teachers than
US teachers.

Discussion

This study examined indirect associations between psychological
wellbeing and emotional responsiveness through emotion regulation
among SK and US ECE teachers. In general, significant associations
were more prominent among SK teachers, and the associations were
also stronger for SK teachers. Moreover, teachers in the two countries
displayed different patterns of indirect associations, which potentially
indicates that differential use of emotion regulation explains the
differences in the associations between teachers’ psychological
wellbeing and responsiveness in the US and SK.

As shown in Byun et al. (2022), compared to US teachers, SK
teachers reported lower levels of psychological wellbeing, less use of
emotion regulation strategies (both reappraisal and suppression), and
less desirable patterns of emotional responsiveness. Furthermore,
psychological wellbeing and emotion regulation were stronger
predictors of teachers’ responsiveness in SK than in the US.

Although US teachers reported no direct associations between all
three indicators of wellbeing and emotional responsiveness, US
teachers’ job-related competence was directly associated with both
increased reappraisal and decreased suppression emotion regulation.
This is consistent with what Sheppes (2014) suggested; with more
psychological assets (i.e., greater perceived competence in work),
teachers are likely to use healthier emotion regulation strategies.
Furthermore, US teachers also demonstrated significant associations
between emotion regulation and responsiveness. These findings may
imply that, in the US, promoting psychological assets and healthy
emotion regulation among ECE teachers can potentially be more
effective strategies to promote positive teacher practice, rather than
focusing on reducing psychological burdens.

As hypothesized, the study found significant indirect associations
between psychological wellbeing and responsiveness through emotion
regulation in both countries. This finding is meaningful because this
is the first study demonstrating the mediating role of emotion
regulation between teachers’ wellbeing and practice in ECE settings,
which is consistent with findings from other education settings (Moe
and Katz, 2021). Similar to the findings on direct associations, indirect
associations were more prevalent among SK teachers. Notably, it was
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TABLE 3 Multigroup path analysis.

Positively-focused reactions

10.3389/fpsyg.2023.1152557

Expressive encouragement

us SK Multi-group us SK
SE SE

Mediators
Reappraisal 0.15%** 0.03 0.16 0.34%%* 0.05 0.37 —3.24%% 0.27*%%% | 0.04 0.23 0.28%** 0.06 0.28 ns
Suppression® —0.01 0.02 | -0.02 0.05 0.04 0.07 ns 0.09%* 0.03 0.09 0.10 0.05 0.12 ns
Psych. wellbeing
Emo. exhaustion 0.00 0.02 0.01 0.09% 0.04 0.12 —1.97* 0.03 0.02 0.05 0.00 0.05 0.00 ns
Job competence 0.04 0.03 0.05 —0.04 0.04 —0.06 ns 0.03 0.04 0.02 0.04 0.05 0.05 ns
Stress —0.00 0.01 = —0.02 —0.04*%* 0.01 -0.21 3.18%* 0.00 0.01 0.00 —0.03* 0.02 —0.15 ns
Covariates
Job satisfaction 0.00 0.03 0.00 —0.03 0.04 | -0.04 ns 0.05 0.04 0.05 —0.08 0.05 —0.11 1.98%*
Disc. self-efficacy 0.17%%* 0.04 0.12 0.42%%* 0.07 0.32 —3.13%* —0.06 0.06 | —0.03 0.03 0.08 0.02 ns
Years in ECE —0.00 0.00 = —0.02 0.02 0.02 0.13 ns 0.01 0.01 0.06 0.03 0.02 0.19 ns
BA or higher —0.25%** = 0.05 -0.13 —-037%*%  0.10 -0.18 ns —0.02 0.08 | —0.01 0.00 0.13 0.00 ns
Health —0.06 0.04 | —0.05 = —0.18%* 0.06 = —0.19 ns —0.03 0.05 = —0.02 —0.13 0.07  —0.12 ns
Age 0.00 0.00 0.02 —0.02 0.01 | -0.16 ns —0.00 0.00 | —0.05 0.00 0.01 0.02 ns
Female 0.11 0.13 0.02 —0.53%%* 0.17 | —0.11 3.05%* 0.24 0.21 0.03 —0.67%% | 024 | —0.12 2.95%%
Intercept 4.27%%% 0.39 4.83 4.45%%% 0.60 4.90 ns 3.09%** | 0.50 2.68 4,52%%% 0.84 4.46 ns

Negative reactions

Multi-group
Mediators
Reappraisal 0.00 0.02 0.01 —-0.10 0.06 —-0.09 ns
Suppression® —0.097%#%* 0.02 —0.17 —0.16%* 0.05 -0.19 ns
Psych. wellbeing
Emo. exhaustion —0.01 0.01 —0.02 0.11% 0.05 0.13 —2.36%
Job competence —0.01 0.04 —0.02 —0.14%* 0.06 —0.18 ns
Stress 0.01 0.00 0.06 0.05%* 0.01 0.20 —2.56%
Covariates
Job satisfaction —0.02 0.03 —0.03 0.01 0.06 0.01 ns
Disc. self-efficacy —0.04 0.03 —0.04 0.16 0.10 0.11 ns
Years in ECE 0.00 0.00 0.03 0.04%#% 0.01 0.27 —3.32%*
BA or higher 0.02 0.04 0.01 —-0.19 0.12 —-0.08 ns
Health 0.06 0.03 0.07 0.08 0.06 0.07 ns
Age —0.00 0.00 —-0.07 —0.01 0.01 —-0.09 ns
Female —0.38* 0.19 —0.10 0.08 0.19 0.01 ns
Intercept 2.33%%% 0.34 3.66 2.64%%% 0.72 2.56 ns

Reappraisal emotion regulation
SK

SE B

Psych. wellbeing

Multi-Group

Suppression emotion regulation®

us
SE

Multi-
Group

Emo. exhaustion 0.01 0.01 0.07

ns —0.05 0.02 —0.15 ns

Job competence 0.07* 0.07 0.16%*

ns 0.127%* 0.04 0.09 ns
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TABLE 3 (Continued)

Reappraisal emotion regulation

10.3389/fpsyg.2023.1152557

Suppression emotion regulation®

S > Multi-
p Multi-Group p Group

Stress —0.01 001 —0.06 —0.04* | 001 | —0.17 ns —0.01 001 =003 —0.06%* 002 -022 277
Covariates
Job satisfaction 0.08%* 003 009 | 015 006 020 ns 004 | 003 003 —025%F 007 —027  3.55%x
Disc. self-efficacy | 0.22%%% | 005  0.14 —0.00 | 010 —0.00 2.06% —0.05 006 —0.03 0.07 012 | 0.04 ns
Years in ECE —0.01 000 | —0.08 —0.04% 001 —023 2.61%% —0.00 001 | —000  —0.00 | 001 —0.01 ns
BA or higher —0.09 007 | —0.04 046%%* | 010 021 —4,58%5% 0.25%  0.08 | 0.10 0.09 0.16 = 0.03 ns
Health 005 | 004 004 0.00 0.06  0.00 ns 007 | 005 005 0.11 010 0.09 ns
Age 0.01%% | 0.00 012 | 003 001 025 —2.11% —0.00 000 —0.04 —0.02* | 001  —0.16 ns
Female —0.05 0.14 | —-0.01 —0.81%%* 0.25 | —0.15 2.57% 0.35 0.24 0.05 1.11%%* 0.25 0.16 ns
Intercept 3.34%F% | 039 | 343 | 3.66%%F | 0.65  3.68 ns 3.65%F% | 050 312 | 593%% 080 474 —2.19%

B, unstandardized coefficients; SE, bootstrapped standard error; B, standardized coefficients; ns, not significant.

“Higher scores refer to lower suppression emotion regulation. *p <0.05, **p <0.01, *#%p <0.001.

often the case that indirect associations were significant via either
reappraisal or suppression emotion regulation while no significant
direct associations were identified. This trend suggests that, although
psychological wellbeing may not be a direct predictor of teachers’
responsiveness, it still plays an important role in their emotional
responsiveness toward children via emotion regulation, across both
countries. At the same time, emotion regulation deserves greater
attention as a target of intervention to improve ECE educators’
positive practice.

Teachers in the US and SK both demonstrated significant indirect
associations between job-related competence and psychological
wellbeing via emotion regulation. However, the patterns of their indirect
associations were substantially different. Specifically, US teachers’
competence in their work was associated with less use of suppression
emotion regulation, which was ultimately associated with more
desirable emotional responsiveness among teachers. On the contrary,
SK teachers’ job-related competence was associated with greater use of
reappraisal emotion regulation, which in turn, was associated with more
desirable emotional responsiveness. In sum, when teachers in the US
and SK were competent in work, they selected differential emotion
regulation strategies depending on the national contexts, both of which
were associated with higher levels of psychological wellbeing.

This finding illustrates how teachers in different cultural and
national settings potentially select different emotion regulation
strategies, which might explain the differential underlying mechanism
between their wellbeing and responsiveness. In the US, where
emotions are considered as individual features and presentness of
emotional experiences is encouraged and valued, teachers with higher
levels of overall job-related competence may also feel competent about
their own emotions experienced in classrooms, and tend not to
suppress their emotions. Meanwhile, in SK, where emotions are
considered as means to maintain and promote harmonious
interpersonal relationships, emotionally competent teachers may
actively seek ways to redirect their emotions and modify their
behaviors. As a result, either via less use of suppression emotion
regulation or more use of reappraisal emotion regulation, emotionally
competent teachers in both countries ultimately display more
desirable responsiveness toward children’s emotions.
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Another interesting finding is that, in the US, only suppression
emotion regulation mediated the associations between psychological
wellbeing and responsiveness. On the contrary, in SK, both reappraisal
and suppression demonstrated significant mediating roles. Matsumoto
et al. (2008) indicates that, across various countries, using less
suppression emotion regulation is significantly correlated with
individuals’ happiness and wellbeing. However, the study also suggests
that, in countries valuing perseverance and thrift for future rewards,
such as SK, the correlation between reappraisal and suppression
emotion regulation appears to be stronger (Matsumoto et al., 2008). It
may be the case that the current findings reflect these trends; the role
of reappraisal is found to be as prominent as the role of suppression in
SK, whereas the role of reappraisal is not evident in the US.

In addition, among our SK teachers, reappraisal and suppression
emotion regulation arguably played differential roles. Indirect
associations via reappraisal emotion regulation were significant for
two positive types of responsiveness, while indirect associations via
suppression emotion regulation were significant for negative reactions.
In fact, teachers’ reappraisal and suppression emotion regulation have
been found to play unique roles in other education settings, too. For
instance, in Moe and Katz (2021), high levels of reappraisal was
associated with more positive teacher practice, whereas high levels of
suppression was associated with less desirable practice. Lockwood
etal. (2014) found that suppression emotion regulation was associated
with lower levels of cognitive empathy (e.g., perspective taking and
cognitive simulation) and affective empathy (e.g., shared emotions),
whereas reappraisal emotion regulation was associated with higher
levels of cognitive empathy. Suppressing their emotions, SK ECE
teachers might have experienced lower levels of empathy for children,
thus, they demonstrated more negative reactions to children’s
emotions. However, reappraisal emotion regulation may help teachers
separate themselves from the influences of emotions so that they can
objectively evaluate children’s internal states and provide positive
reactions and encouragements.

It is still a concern that the suppression emotion regulation is
playing substantial role in indirect associations between wellbeing and
responsiveness in both countries. This indicates that, to reduce
negative responsiveness, it may be critical to effectively manage
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FIGURE 1
Indirect associations among study variables. Unstandardized coefficients for significant indirect associations are presented. Paths for non-significant
associations and covariates, and coefficients for direct associations are omitted. *p<0.05, **p<0.01.

suppression emotion regulation. Previous studies suggest that some
intervention strategies (e.g., yoga) might be helpful to reduce
suppression emotion regulation (e.g., Dick et al., 2014). However,
interventions explicitly focusing on educators often found significant
effects only on reappraisal emotion regulation, not on suppression
emotion regulation (e.g., Hwang et al., 2019). Therefore, while
continuing efforts to identify effective strategies to directly reduce
suppression emotion regulation among teachers, it might be important
to fundamentally remove sources of negative emotions for teachers,
for example, challenging work conditions (Jeon and Ardeleanu, 2020).

Limitations

Despite these important findings, the study has several limitations
to be addressed. First, the data used in the study is cross-sectional
data, thus, causal interpretation of the findings needs to be avoided.
There are possibilities of bidirectional associations between
psychological wellbeing and responsiveness among teachers. For
example, it may be the case that teachers’ negative responsiveness
challenged their psychological-wellbeing, rather than wellbeing
influencing teachers’ responsiveness (Friedman-Krauss et al., 2014).

Second, given that all measures of the study are based on teachers’
self-report, the study is susceptible to common method bias and
response bias. Thus, it is unsure whether the current variables are true
representation of teachers’ psychological and emotional states and
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their actual practice of responsiveness or not. Moreover, the measures
of emotional exhaustion and job-related competence are based on one
or two items, not estimating a broader range of items potentially
relevant to these features. We used this strategy following a previous
study (Buettner et al., 2016), however, the investigation of a latent
structure of a large scope of items related to emotional exhaustion and
job-related competence may provide a more holistic picture of
teachers’ psychological wellbeing. Considering these limitations, the
variables included in the study should be interpreted with caution.
Third, because this study is a cross-country comparison study
which needs to include identical set of variables in models fitted for
each country, some key control variables for each country are omitted.
For example, because SK is homogeneous in terms of race and
ethnicity (e.g., the proportion of foreign migrants in the population
was 2.3% in 2019, and 1.2% on average for the past 20 years; United
Nations, 2019), we did not collect data on race ethnicity in
SK. Therefore, race and ethnicity of our US sample was also not
accounted for in our model. Teachers’ salary was also omitted because
there are substantial differences in currency and economics in the two
countries, making the absolute salary level incomparable. Teacher
qualification was not included as well; given that teachers are required
to obtain government-issued teacher certification to work in ECE
programs in SK, this question was not asked in SK data collection.
We still included teachers’ education level and years of ECE
experiences as covariates in the model, which can function as proxies
of teachers’ professional background. Because of these limitations due
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TABLE 4 Total, direct, and indirect associations among the study variables.

Positively-focused reactions Expressive encouragement

Multi-group SK Multi-group
SE S

Emotional exhaustion

Total 0.01 | 0.02 0.1 0.11% 0.04 | 0.15 - 0.03 0.02 = 0.05 0.01 0.05 | 0.01 -
Direct 0.00 | 0.02 0.1 0.09% 0.04 | 0.12 —3.24%% 0.03 0.02 = 0.05 0.00 0.05 | 0.00 ns
Indirect 0.00 | 0.00 | 0.00 0.02 0.02 = 0.02 - —0.00 | 0.01 = —0.00 0.01 0.02 = 0.01 -
Via reappraisal 0.00 | 0.00  0.00 0.03 0.02 | 0.03 ns 0.00 0.01 = 0.00 0.02 0.01 | 0.02 ns
Via suppression® | 0.00 | 0.00 | 0.00 —0.01 0.01 | —0.01 ns —0.00 | 0.00 = —0.00 —0.01 0.01 | —0.01 ns

Job-related competence

Total 0.05 | 0.03  0.06 0.01 0.05 | 0.02 - 0.05 0.04 = 0.05 0.09 0.05 | 0.12 -
Direct 0.04 | 0.03 | 0.05 —0.04 0.04 —0.06 ns 0.03 0.04 = 0.02 0.04 0.05 | 0.05 ns
Indirect 0.01 | 0.01 | 0.01 0.06%* 0.02 = 0.08 - 0.03*%* | 0.01 = 0.02 0.05%*% | 0.02 = 0.07 -
Via reappraisal 0.01 0.01 0.01 0.05% 0.02 | 0.05 ns 0.02 0.01 0.02 0.04* 0.02 | 0.04 ns
Via suppression® | —0.00 = 0.00 | —0.00 0.00 0.00 0.00 ns 0.01%* 0.00 0.01 0.01 0.01 0.01 ns

Personal stress

Total —0.00 = 0.01 | —0.03 —0.06%** 0.01 | -0.29 - —0.00 | 0.01 = —0.01 | —0.05%* | 0.02 —0.22 -
Direct —0.00 = 0.01 | —0.02  —0.04***  0.01 @ -0.21 3.18%* 0.00 0.01 = 0.00 —0.03* | 0.02 -0.15 4.19%
Indirect —0.00 = 0.00 = —0.01 —0.01* 0.01 = —0.08 - —-0.00* | 0.00 | —0.02 —0.02%* | 0.01 = —0.07 -
Via reappraisal —0.00 = 0.00 | —0.00 —0.01* 0.01 = —0.01 1.97* —-0.00 = 0.00 —0.00 = -0.01* | 0.00 —0.01 ns
Via suppression® | 0.00 0.00 0.00 —0.00 0.00 = —0.00 ns —0.00 | 0.00 = —0.00 —0.01 0.00 = —0.01 ns

Negative reactions

Multi-group

Emotional exhaustion

Total —0.00 0.01 —0.00 0.12%% 0.05 0.15 -
Direct —0.01 0.01 —0.02 0.11% 0.05 0.13 —2.36%
Indirect 0.00 0.00 0.01 0.02 0.01 0.02 -
Via reappraisal 0.00 0.00 0.00 —0.01 0.01 —0.01 ns
Via suppression® 0.00 0.00 0.00 0.02* 0.01 0.02 ns

Job-related competence

Total —0.02 0.04 —-0.04 —0.17%* 0.06 —-0.21 -
Direct —0.01 0.04 —-0.02 —0.14% 0.06 —-0.18 ns
Indirect —0.01%* 0.00 —-0.02 —0.03* 0.01 —0.04 -
Via reappraisal 0.00 0.00 0.00 —0.02 0.01 —0.02 ns
Via suppression® —0.01%* 0.00 —-0.02 —-0.01 0.01 —0.01 ns

Personal stress

Total 0.01 0.01 0.06 0.067%# 0.01 0.26 -
Direct 0.01 0.00 0.06 0.05%* 0.01 0.20 —2.56*
Indirect 0.00 0.00 0.01 0.01%* 0.00 0.06 -
Via reappraisal —0.00 0.00 —0.00 0.00 0.00 0.02 ns
Via suppression® 0.00 0.00 0.00 0.01* 0.00 0.01 —2.10%

B, unstandardized coefficients; SE, bootstrapped standard error; , standardized coefficients; ns, not significant.
“Higher scores refer to lower suppression emotion regulation. *p <0.05, **p <0.01, **¥p <0.001.
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to the nature of the multi-group comparison models, we could only
investigate the associations of our variables at the aggregated country
level, failing to take into account the within-country variations (e.g.,
potential variations within the US based on race and ethnicity).

Finally, the data collection periods and sampling methods were
different between the US and SK. The US data were collected in 2014
whereas the SK data were collected in 2019. Therefore, the current
findings on the cross-country variations may reflect a potential
historical within the five-year gap in data collection, not the actual
cross-country differences. Furthermore, while US teachers were
nationally representative sample recruited by stratified random
sampling, SK teachers were recruited using snowball sampling, from
regions where generally represent urban metropolitan areas. This
indicates that the comparison between the US and SK may not
necessarily the comparison between the population characteristics of
the two countries. It would rather be the comparison between teachers
working in the whole US and urban metropolitan teachers in
SK. However, considering that the majority of ECE programs are
located in urban metropolitan areas in SK (e.g., Ministry of Health
and Welfare, 2019), the findings of the current study may still speak
about the common characteristic of ECE teachers in SK.

Implication and conclusion

This study identified significant direct and indirect associations
between psychological wellbeing and responsiveness through emotion
regulation, which were more prominent among SK teachers. The cross-
country variations in the associations among wellbeing, emotion
regulation, and responsiveness suggest that differential policy efforts
and intervention strategies are needed for ECE teachers in the US and
SK. Specifically, for US teachers, strategies to reduce suppression
emotion regulation may be more important than strategies to promote
reappraisal emotion regulation. On the other hand, SK teachers may
benefit from efforts to simultaneously improve both emotion regulation
strategies. While there have been intervention efforts to promote
childrens emotion regulation (Hoffmann et al., 2020), teachers’
emotion regulation has received less attention as an area of intervention.
Given the importance of emotion regulation in promoting positive
teacher practice in ECE classrooms, it may be critical to devote more
practical efforts to identify effective strategies to support each different
type of emotion regulation among ECE teachers.

In addition, more research is needed to identify the roles of
alternative emotion regulation strategies other than reappraisal and
suppression emotion regulation. This may be relatively more
important for US teachers, as the proportions of variance explained
for outcomes were smaller for our US sample than SK sample, which
indicates that there may be other factors that would better explain US
teachers’ responsiveness. In fact, Chang and Taxer (2021) found that
teachers in the US use a wider range of emotion regulation strategies
in education settings than reappraisal and suppression. It may be the
case that some of the alternative emotion regulation strategies such
as situation selection or modification might play significant roles on
teacher practice (Gross, 2014). Teachers may self-reflect occasions
that they had used negative responsiveness, and try to avoid those
situations or modify those situations when they inevitably encounter
such events (e.g., Sutton and Harper, 2009). As these alternative
emotion regulation strategies are less studied than reappraisal and
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suppression, future research focusing on the additional features of

emotion regulation may reveal innovative findings to
support teachers.

Finally, across both countries, it may be important to increase
policy efforts to eliminate the sources of negative emotions among
teachers to prevent suppression emotion regulation. Kwon et al.
(2020) suggest that teachers” wellbeing can be promoted by creating
a positive work climate, providing competitive compensations and
benefits, ensuring breaks, reducing physical job demands, and
improving physical safety of the workplace. Targeting each of these
specific features might be a way to fundamentally enhance ECE
teachers’ wellbeing, and subsequently to improve teachers’ positive

practice in ECE settings.

Data availability statement

The datasets presented in this article are not readily available
because we have not obtained IRB approval yet for sharing the
dataset to public. Aggregated forms of raw findings can be shared.
Requests to access the datasets should be directed to SB, sbyun@

virginia.edu.
Ethics statement

The studies involving human participants were reviewed and
approved by the Johns Hopkins University Homewood Institutional
Review Board. The patients/participants provided informed consent

to participate in this study by completing and returning an
anonymous survey.

Author contributions
SB and L] contributed to conception and design of the study. SB
performed the statistical analysis. SB wrote the first draft of the

manuscript. All authors contributed to manuscript revision, read, and
approved the submitted version.

Funding

This study was supported by the Johns Hopkins University School
of Education Dean’s Office.

Acknowledgments

We appreciate Drs. Cynthia K. Buettner and Shun Ah Chung who
provided great support to the data collection.

Conflict of interest

The authors declare that the research was conducted in the
absence of any commercial or financial relationships that could
be construed as a potential conflict of interest.

frontiersin.org


https://doi.org/10.3389/fpsyg.2023.1152557
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
mailto:sbyun@virginia.edu
mailto:sbyun@virginia.edu

Byun and Jeon

Publisher’s note

All claims expressed in this article are solely those of the authors
and do not necessarily represent those of their affiliated

References

Aboagye, M. O,, Qin, J., Qayyum, A., Antwi, C. O., Jababu, Y., and Affum-Osei, E.
(2018). Teacher burnout in pre-schools: a cross-cultural factorial validity, measurement
invariance and latent mean comparison of the Maslach burnout inventory, educators
survey (MBI-ES). Child Youth Serv. Rev. 94, 186-197. doi: 10.1016/j.childyouth.2018.09.041

Adams, P. E, Kirzinger, W. K., and Martinez, M. E. (2012). Summary health statistics
for the U.S. population: National Health Interview Survey, 2011. Vital. Health Stat. 10,
1-218.

Ansari, A., Pianta, R. C., Whittaker, J. V., Vitiello, V. E., and Ruzek, E. A. (2022).
Preschool teachers’ emotional exhaustion in relation to classroom instruction and
teacher-child interactions. Early  Educ. Dev. 33, 107-120. doi:
10.1080/10409289.2020.1848301

Arbuckle, J. L. (1996). “Full information estimation in the presence of incomplete
data” in Advanced structural equation modeling: issues and techniques. eds. G. A.
Marcoulides and R. E. Schumacker (Mahwah, NJ: Lawrence Erlbaum Associates, Inc),
243-277. doi: 10.21183/kjcm.2016.09.15.3.239

Bae, S. E., and Moon, H. J. (2016). Effects of happiness, occupational stress and teacher
efficacy of childcare teachers on interaction between teacher and infants. Korean J.
Children’s Media 15, 239-258.

Bandura, A. (1997). Self-efficacy: the exercise of control. New York, NY: Freeman.

Bhang, E.-J., and Chung, O. B. (2015). The influence of kindergarten teachers’ teaching
behaviors on young children’s school readiness. Early Child. Educ. Care 10, 25-52. doi:
10.16978/ecec.2015.10.3.002

Broekhuizen, M. L., Slot, P. L., van Aken, M. A. G., and Dubas, J. S. (2017). Teachers’
emotional and behavioral support and preschoolers’ self-regulation: relations with social
and emotional skills during play. Early Educ. Dev. 28, 135-153. doi:
10.1080/10409289.2016.1206458

Browne, M. W,, and Cudeck, R. (1993). “Alternative ways of assessing model fit” in
Testing structural equation models. eds. K. A. Bollen and J. S. Long (Newbury Park, CA:
Sage), 136-162.

Buettner, C. K., Jeon, L., Hur, E., and Garcia, R. E. (2016). Teachers’ social-emotional
capacity: factors associated with teachers responsiveness and professional commitment.
Early Educ. Dev. 27, 1018-1039. doi: 10.1080/10409289.2016.1168227

Byun, S., Zhao, X., Buettner, C. K., Chung, S. A., and Jeon, L. (2022). Early childhood
teachers’ psychological well-being and responsiveness toward children: a comparison
between the U.S. and South Korea. Teach. Teach. Educ. 114:103705. doi: 10.1016/j.
tate.2022.103705

Cassidy, D. ], King, E. K., Wang, Y. C., Lower, J. K., and Kintner-Duffy, V. L. (2017).
Teacher work environments are toddler learning environments: teacher professional
well-being, classroom emotional support, and toddlers” emotional expressions and
behaviours. Early Child Dev. Care 187, 1666-1678. doi: 10.1080/03004430.2016.1180516

Cha.ng, M.-L., and Taxer, J. (2021). Teacher emotion regulation strategies in response to
classroom misbehavior. Teach. Teach. 27, 353-369. doi: 10.1080/13540602.2020.1740198

Cibrian-Llanderal, T., Melgarejo-Gutierrez, M., and Hernandez-Baltazar, D. (2018).
“Stress and cognition: psychological basis and support resources” in Health and
academic achievement. ed. B. Bernal-Morales (London, United Kingdom: IntechOpen),
11-29.

Clarke-Stewart, K. A, Lee, Y., Allhusen, V. D., Kim, M. S., and McDowell, D. J. (2006).
Observed differences between early childhood programs in the U.S. and Korea:
reflections of “developmentally appropriate practices” in two cultural contexts. J. Appl.
Dev. Psychol. 27, 427-443. doi: 10.1016/j.appdev.2006.06.006

Cohen, S., Kamarck, T., and Mermelstein, R. (1983). A global measure of perceived
stress. J. Health Soc. Behav. 24, 385-396. doi: 10.2307/2136404

Cumming, T., and Wong, S. (2019). Towards a holistic conceptualisation of early
childhood educators’ work-related well-being. Contemp. Issues Early Child. 20, 265-281.
doi: 10.1177/1463949118772573

De Leersnyder, J., Boiger, M., and Mesquita, B. (2013). Cultural regulation of emotion:
individual, relational, and structural sources. Front. Psychol. 4:55. doi: 10.3389/
fpsyg.2013.00055

Denham, S. A., and Bassett, H. H. (2019). Early childhood teachers’ socialization of
children’s emotional competence. J. Res. Innov. Teach. Learn. 12, 133-150. doi: 10.1108/
JRIT-01-2019-0007

Denham, S. A, Bassett, H. H., and Miller, S. L. (2017). Early childhood teachers’
socialization of emotion: contextual and individual contributors. Child Youth Care
Forum 46, 805-824. doi: 10.1007/s10566-017-9409-y

Frontiers in Psychology

10.3389/fpsyg.2023.1152557

organizations, or those of the publisher, the editors and the
reviewers. Any product that may be evaluated in this article, or
claim that may be made by its manufacturer, is not guaranteed or
endorsed by the publisher.

Denham, S. A, Bassett, H. H., and Zinsser, K. M. (2012). Early childhood teachers as
socializers of young children’s emotional competence. Early Childhood Educ. ]. 40,
137-143. doi: 10.1007/510643-012-0504-2

Denham, S. A., Mortari, L., and Silva, R. (2022). Preschool teachers’ emotion
socialization and child social-emotional behavior in two countries. Early Educ. Dev. 33,
806-831. doi: 10.1080/10409289.2021.2015915

Dick, A. M., Niles, B. L., Street, A. E., DiMartino, D. M., and Mitchell, K. S. (2014).
Examining mechanisms of change in a yoga intervention for women: the influence of
mindfulness, psychological flexibility, and emotion regulation on PTSD symptoms. J.
Clin. Psychol. 70, 1170-1182. doi: 10.1002/jclp.22104

Fabes, R. A, Eisenberg, N., and Bernzweig, J. (1990). The coping with children’s negative
emotions scale: Procedures and scoring. Tempe, AZ: Arizona State University.

Friedman-Krauss, A. H., Raver, C. C., Morris, P. A., and Jones, S. M. (2014). The role
of classroom-level child behavior problems in predicting preschool teacher stress and
classroom  emotional climate. Early Educ. Dev. 25, 530-552. doi:
10.1080/10409289.2013.817030

Gallagher, K., and Roberts, A. M. (2022). Early childhood professional well-being: an
ecological framework Buffett Early Childhood Institute. Available at: buffettinstitute.
nebraska.edu/research.

Gross, J. J. (1998). The emerging field of emotion regulation: an integrative review. Rev.
Gen. Psychol. 2, 271-299. doi: 10.1037/1089-2680.2.3.271

Gross, J. J. (2002). Emotion regulation: affective, cognitive, and social consequences.
Psychophysiology 39, 281-291. doi: 10.1017/50048577201393198

Gross, J. J. (2007). Handbook of emotion regulation. New York: The Guilford Press.

Gross, J. J. (2014). “Emotion regulation: conceptual and empirical foundations” in
Handbook of emotion regulation. 2nd ed (New York: The Guilford Press), 3-20.

Hochschild, J. L. (1995). “What is the American dream?” in Facing up to the American
dream: race, class and the soul of the nation (Princeton, NJ: Princeton University Press),
15-38.

Hoftmann, J. D., Brackett, M. A., Bailey, C. S., and Willner, C. J. (2020). Teaching
emotion regulation in schools: translating research into practice with the RULER
approach to social and emotional learning. Emotion 20, 105-109. doi: 10.1037/
emo0000649

Hofstede, G., Hofstede, G. J., and Minkov, M. (2010). Cultures and organizations:
Software of the mind. 3rd Edn. New York: McGraw-Hill.

Hong, X.-M,, and Zhang, M.-Z. (2019). Early childhood teachers’ emotional labor: a
cross-cultural qualitative study in China and Norway. Eur. Early Child. Educ. Res. J. 27,
479-493. doi: 10.1080/1350293X.2019.1634235

Hu, L., and Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure
analysis: conventional criteria versus new alternatives. Struct. Equ. Model. Multidiscip.
J. 6, 1-55. doi: 10.1080/10705519909540118

Hwang, Y.-S., Goldstein, H., Medvedev, O. N., Singh, N. N., Noh, J.-E., and Hand, K.
(2019). Mindfulness-based intervention for dducators: effects of a school-based cluster
randomized controlled study. Mindfulness 10, 1417-1436. doi: 10.1007/
s12671-019-01147-1

Jennings, P. A. (2015). Early childhood teachers” well-being, mindfulness, and self-
compassion in relation to classroom quality and attitudes towards challenging students.
Mindfulness 6, 732-743. doi: 10.1007/s12671-014-0312-4

Jennings, P. A., and Greenberg, M. T. (2009). The prosocial classroom: teacher social
and emotional competence in relation to student and classroom outcomes. Rev. Educ.
Res. 79, 491-525. doi: 10.3102/0034654308325693

Jeon, L., and Ardeleanu, K. (2020). Work climate in early care and education and
teachers’ stress: indirect associations through emotion regulation. Early Educ. Dev. 31,
1031-1051. doi: 10.1080/10409289.2020.1776809

Jeon, L., Hur, E., and Buettner, C. K. (2016). Child-care chaos and teachers’
responsiveness: the indirect associations through teachers’ emotion regulation and
coping. J. Sch. Psychol. 59, 83-96. doi: 10.1016/j.jsp.2016.09.006

Jeon, L., Kwon, K.-A,, and Choi, J. Y. (2018). Family child care providers’
responsiveness toward children: The role of professional support and perceived stress.
Child. Youth Serv. Rev. 94, 500-510. doi: 10.1016/j.childyouth.2018.08.023

Jeong, M.-A., and Lew, K.-H. (2021). The effect of childcare teachers’ emotional
regulation ability on teacher efficacy and early childhood teacher interaction. J. Korea
Acad. Industr. Cooper. Soci. 22, 324-332. doi: 10.5762/KAIS.2021.22.9.324

frontiersin.org


https://doi.org/10.3389/fpsyg.2023.1152557
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1016/j.childyouth.2018.09.041
https://doi.org/10.1080/10409289.2020.1848301
https://doi.org/10.21183/kjcm.2016.09.15.3.239
https://doi.org/10.16978/ecec.2015.10.3.002
https://doi.org/10.1080/10409289.2016.1206458
https://doi.org/10.1080/10409289.2016.1168227
https://doi.org/10.1016/j.tate.2022.103705
https://doi.org/10.1016/j.tate.2022.103705
https://doi.org/10.1080/03004430.2016.1180516
https://doi.org/10.1080/13540602.2020.1740198
https://doi.org/10.1016/j.appdev.2006.06.006
https://doi.org/10.2307/2136404
https://doi.org/10.1177/1463949118772573
https://doi.org/10.3389/fpsyg.2013.00055
https://doi.org/10.3389/fpsyg.2013.00055
https://doi.org/10.1108/JRIT-01-2019-0007
https://doi.org/10.1108/JRIT-01-2019-0007
https://doi.org/10.1007/s10566-017-9409-y
https://doi.org/10.1007/s10643-012-0504-2
https://doi.org/10.1080/10409289.2021.2015915
https://doi.org/10.1002/jclp.22104
https://doi.org/10.1080/10409289.2013.817030
https://doi.org/10.1037/1089-2680.2.3.271
https://doi.org/10.1017/S0048577201393198
https://doi.org/10.1037/emo0000649
https://doi.org/10.1037/emo0000649
https://doi.org/10.1080/1350293X.2019.1634235
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1007/s12671-019-01147-1
https://doi.org/10.1007/s12671-019-01147-1
https://doi.org/10.1007/s12671-014-0312-4
https://doi.org/10.3102/0034654308325693
https://doi.org/10.1080/10409289.2020.1776809
https://doi.org/10.1016/j.jsp.2016.09.006
https://doi.org/10.1016/j.childyouth.2018.08.023
https://doi.org/10.5762/KAIS.2021.22.9.324

Byun and Jeon

Karabay, S. O. (2019). Emotion regulation, teaching beliefs and child-teacher
relationships from the perspectives of pre-school teachers. Education 47, 101-115. doi:
10.1080/03004279.2017.1405057

Kim, J., and Choi, M.-K. (2018). Effect of burnout of preschool teachers on teacher-
child interaction: the mediating role of psychological well-being. Korean J. Child Stud.
39, 127-139. doi: 10.5723/kjcs.2018.39.3.127

Kim, H. K., and Han, S. (2021). South Korean and U.S. early childhood teachers’
beliefs and practices supporting childrens social competence. Curr. Psychol. 40,
4983-4996. doi: 10.1007/5s12144-019-00437-0

Kim, W, Kim, J., and Lee, J.-E. (2019). The mediating effect of childcare teachers’ job
satisfaction in the relationship between organizational health of daycare centers and
teacher-child interaction. Early Child. Educ. Res. Rev. 23, 83-103. doi: 10.32349/
ECERR.2019.12.23.6.83

Kim, Y. H., and Stormont, M. (2012). Factors associated with south Korean early
childhood educators” observed behavior support strategies. J. Posit. Behav. Interv. 14,
78-86. doi: 10.1177/1098300711421009

Kline, R. B. (2016). Principles and practice of structural equation modeling. 4th Edn.
New York: The Guilford Press.

Kwon, K.-A., Ford, T. G,, Salvatore, A. L., Randall, K., Jeon, L., Malek-Lasater, A., et al.
(2020). Neglected elements of a high-quality early childhood workforce: whole teacher
well-being and working conditions. Early Childhood Educ. J. 50, 157-168. doi: 10.1007/
s10643-020-01124-7

Lockwood, P. L., Seara-Cardoso, A., and Viding, E. (2014). Emotion regulation
moderates the association between empathy and prosocial behavior. PLoS One 9:€96555.
doi: 10.1371/journal.pone.0096555

Ma, X., Tamir, M., and Miyamoto, Y. (2018). A socio-cultural instrumental approach
to emotion regulation: culture and the regulation of positive emotions. Emotion 18,
138-152. doi: 10.1037/emo0000315

Mabhalingappa, L., Polat, N., and Wang, R. (2022). A cross-cultural comparison in
pedagogical beliefs about oral corrective feedback: the case of English language
teachers in China versus the U.S. Lang. Aware. 31, 410-430. doi:
10.1080/09658416.2021.1900211

Maslach, C., Jackson, S. E., and Leiter, M. P. (1997). “Maslach burnout inventory” in
Evaluating stress: a book of resources. eds. C. P. Zalaquett and R. J. Wood. 3rd ed (Lanham,
MD: Scarecrow Education), 191-218.

Matsumoto, D., Yoo, S. H., and Nakagawa, S.Multinational Study of Cultural Display
Rules (2008). Culture, emotion regulation, and adjustment. J. Pers. Soc. Psychol. 94,
925-937. doi: 10.1037/0022-3514.94.6.925

McMullen, M., Elicker, J., Wang, J., Erdiller, Z., Lee, S.-M., Lin, C.-H., et al. (2005).
Comparing beliefs about appropriate practice among early childhood education and care
professionals from the U.S., China, Taiwan, Korea and Turkey. Early Child. Res. Q. 20,
451-464. doi: 10.1016/j.ecresq.2005.10.005

McRae, K., and Gross, J. J. (2020). Emotion regulation. Emotion 20, 1-9. doi: 10.1037/
emo0000703

McRae, K., Heller, S. M., John, O. P, and Gross, J. J. (2011). Context-dependent
emotion regulation: suppression and reappraisal at the burning man festival. Basic Appl.
Soc. Psychol. 33, 346-350. doi: 10.1080/01973533.2011.614170

Frontiers in Psychology

14

10.3389/fpsyg.2023.1152557

Mesquita, B., De Leersnyder, J., Albert, D., and Gross, J. J. (2014). “The cultural regulation
of emotions” in Handbook of emotion regulation. ed. J. J. Gross. 2nd ed (New York: The
Guilford Press), 284-301.

Ministry of Health and Welfare (2019). Boyuktonggye: 2019nyeon 12wol mal gijun
[Childcare statistics: as of the end of December 2019]. Sejong, Korea: Ministry of Health
and Welfare Available at: https://www.kepi.orkr/upload/board/15_1_20200703150211.
pdf.

Mog¢, A., and Katz, 1. (2021). Emotion regulation and need satisfaction shape a
motivating teaching style. Teach. Teach. 27,370-387. doi: 10.1080/13540602.2020.1777960

OECD (2020). Building a high-quality early childhood education and care workforce:
further results from the starting strong survey 2018 OECD Available at: https://www.
oecd-ilibrary.org/education/building-a-high-quality-early-childhood-education-and-
care-workforce_b90bba3d-en.

Park, J. O., and Seo, Y. S. (2010). Validation of the perceived stress scale (PSS) on
samples of Korean university students. Korean J. Psychol. Gen. 29, 611-629.

Pines, A. M., and Aronson, E. (1988). Career burnout: causes and cures. New York, NY:
Free Press.

Pochtar, R., and Vecchio, T. D. (2014). A cross-cultural examination of preschool
teacher cognitions and responses to child aggression. Sch. Psychol. Int. 35, 176-190. doi:
10.1177/0143034312471471

Seo, S., and Yuh, J. (2022). Mindfulness and resilience as mediators in the relationship
between job-related stress and teacher-child interaction among early childhood
educators. Early Childhood Educ. J. 50, 1209-1219. doi: 10.1007/s10643-021-01250-w

Sheppes, G. (2014). “Emotion regulation choice: theory and findings” in Handbook of
emotion regulation. ed. J. J. Gross. 2nd ed (New York: The Guilford Press), 126-139.

Sobel, M. E. (1982). Asymptotic confidence intervals for indirect effects in structural
equation models. Sociol. Methodol. 13, 290-312. doi: 10.2307/270723

StataCorp (2021). Stata base reference manual: release 17 StataCorp LLC Available at:
https://www.stata.com/manuals/r.pdf.

Steed, E. A., Noh, ], and Heo, K. H. (2014). A cross-cultural comparison of positive
behavioral interventions and supports in early childhood classrooms in the United States
and South Korea. Infants Young Child. 27, 30-42. doi: 10.1097/IYC.0b013e3182a4ec46

Sutton, R. E., and Harper, E. (2009). “Teachers’ emotion regulation” in International
handbook of research on teachers and teaching. eds. L. J. Saha and A. G. Dworkin (Boston,
MA: Springer), 389-401.

Triandis, H. C. (1995). Individualism and collectivism. Boulder, CO: Westview Press.

United Nations (2019). International migrant stock 2019 (United Nations database,
POP/DB/MIG/stock/rev.2019) United Nations Available at: https://www.un.org/
development/desa/pd/sites/www.un.org.development.desa.pd/files/undesa_pd_2019_
migrant_stock_total_dataset.xIsx.

Whitaker, R. C., Dearth-Wesley, T., and Gooze, R. A. (2015). Workplace stress and the

quality of teacher—children relationships in Head Start. Early Child. Res. Q. 30, 57-69.
doi: 10.1016/j.ecresq.2014.08.008

Wong, S., Cumming, T., MacQuarrie, A., Bull, R., Robertson, C., Saha, M., et al.
(2022). Holistic measurement of early childhood educators” well-being: a protocol. Int.
J. Res. Method Educ., 1-13. doi: 10.1080/1743727X.2022.2128746

frontiersin.org


https://doi.org/10.3389/fpsyg.2023.1152557
https://www.frontiersin.org/journals/psychology
https://www.frontiersin.org
https://doi.org/10.1080/03004279.2017.1405057
https://doi.org/10.5723/kjcs.2018.39.3.127
https://doi.org/10.1007/s12144-019-00437-0
https://doi.org/10.32349/ECERR.2019.12.23.6.83
https://doi.org/10.32349/ECERR.2019.12.23.6.83
https://doi.org/10.1177/1098300711421009
https://doi.org/10.1007/s10643-020-01124-7
https://doi.org/10.1007/s10643-020-01124-7
https://doi.org/10.1371/journal.pone.0096555
https://doi.org/10.1037/emo0000315
https://doi.org/10.1080/09658416.2021.1900211
https://doi.org/10.1037/0022-3514.94.6.925
https://doi.org/10.1016/j.ecresq.2005.10.005
https://doi.org/10.1037/emo0000703
https://doi.org/10.1037/emo0000703
https://doi.org/10.1080/01973533.2011.614170
https://www.kcpi.or.kr/upload/board/15_1_20200703150211.pdf
https://www.kcpi.or.kr/upload/board/15_1_20200703150211.pdf
https://doi.org/10.1080/13540602.2020.1777960
https://www.oecd-ilibrary.org/education/building-a-high-quality-early-childhood-education-and-care-workforce_b90bba3d-en
https://www.oecd-ilibrary.org/education/building-a-high-quality-early-childhood-education-and-care-workforce_b90bba3d-en
https://www.oecd-ilibrary.org/education/building-a-high-quality-early-childhood-education-and-care-workforce_b90bba3d-en
https://doi.org/10.1177/0143034312471471
https://doi.org/10.1007/s10643-021-01250-w
https://doi.org/10.2307/270723
https://www.stata.com/manuals/r.pdf
https://doi.org/10.1097/IYC.0b013e3182a4ec46
https://www.un.org/development/desa/pd/sites/www.un.org.development.desa.pd/files/undesa_pd_2019_migrant_stock_total_dataset.xlsx
https://www.un.org/development/desa/pd/sites/www.un.org.development.desa.pd/files/undesa_pd_2019_migrant_stock_total_dataset.xlsx
https://www.un.org/development/desa/pd/sites/www.un.org.development.desa.pd/files/undesa_pd_2019_migrant_stock_total_dataset.xlsx
https://doi.org/10.1016/j.ecresq.2014.08.008
https://doi.org/10.1080/1743727X.2022.2128746

	Preschool teachers’ psychological wellbeing, emotion regulation, and emotional responsiveness: a US-Korea comparison
	Introduction
	Relevance of teachers’ emotional responsiveness
	Psychological wellbeing and teacher practice
	Role of emotion regulation
	The present study

	Methods
	Participants
	Procedures
	Measures
	Emotional responsiveness
	Psychological wellbeing
	Emotional exhaustion
	Job-related competence
	Personal stress
	Emotion regulation
	Covariates
	Analytic strategy

	Results
	Descriptive statistics and bivariate correlations
	Multigroup path analysis

	Discussion
	Limitations
	Implication and conclusion

	Data availability statement
	Ethics statement
	Author contributions
	Funding
	Conflict of interest
	Publisher’s note

	References

